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ABSTRACT

This study explores how the pedagogical knowledge of a group of EFL student teachers is
revealed through their reflection. During a semester, participants used journals, responded
to observation notes and attended conferences with their counselor as part of their teaching
practicum. The findings revealed a cycle that emerged as student teachers revised, became
aware or updated their pedagogical knowledge fueled by reflection in the form of self-
appraisal. Additionally, reflection led prospective teachers in constructing meaningful peda-
gogical knowledge to shape a plan for their actions as they moved into a transformation of
their teaching.

Key words: Teaching practice, practicum, student teachers, pre-service teachers, reflec-
tion, reflective practice, pedagogical knowledge, reflective tasks.

RESUMEN

Este estudio explora cómo el conocimiento pedagógico, de un grupo de estudiantes
practicantes en el área de inglés como lengua Extranjera, se revela a través de su reflexión.
Durante un semestre, los participantes utilizaron diarios, respondieron a las notas de
observación y asistieron a conferencias con su tutor como parte de su práctica docente. Los
resultados muestran un ciclo que surge mientras los estudiantes practicantes revisaban, se
hacían conscientes o actualizaban su conocimiento pedagógico alimentado por su reflexión
en forma de auto-evaluación. Adicionalmente, la reflexión guió a los futuros docentes a
construir conocimiento pedagógico significativo para darle forma a sus planes y de esta
forma transformar sus prácticas de enseñanza.

Palabras clave: práctica docente, estudiantes practicantes, reflexión, práctica reflexiva,
conocimiento pedagógico, tareas para reflexión.

J.J. Viáfara
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El aprendizaje de los estudiantes practicantes:
El papel de la reflexión en su desarrollo de conocimiento pedagógico

INTRODUCTION

Universities in our country offered different preparation opportunities for student teachers.
In the Licenciatura Programme at Universidad Nacional,  the practicum lasts one semester
in which student teachers work with their pupils about  four hours a week. Besides, they
hold a two-hour weekly session with a counselor from the university, who guides and
supports them in pedagogical and professional issues. Bearing the previous circumstances
in mind, I realized prospective teachers needed a practicum which could provide them with
tools to substantiate as much as possible the limited time they had to develop their pedagogical
competence and professional attitudes. Consequently, I adopted a reflective approach to
shape the teaching practice. With respect to this, our General Law of Education highlights
the value of involving learners in reflection at the university level since this approach might
contribute to the development of professional autonomy ( 1994,Ley 115)

Nevertheless, involving student teachers in a reflective practice was just the beginning.
Furthermore, I engaged in examining how student teachers’ pedagogical knowledge was
revealed in their reflections through individual and group conferences with their counselor
and in their journals.

The following sections contain, in the first place, the theoretical background  of the study.
To continue, I describe in detail how student teachers’ preparation through reflection takes
place and I explain the research design I used. Finally, sections exploring data analysis
procedures and results, as well as conclusions and pedagogical implications from this
analysis close the document.
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A Body Of Knowledge To Enrich Our Understanding Of Student Teachers’
Pedagogical Development Through Reflection.

Approaches to teacher education, as the main framework to provide tools to do this job,
have appeared and been regarded as successful at different points in history. Zeichner
(1983) summarizes four of the most influential teacher education paradigms throughout
history: behavioristic, traditional craft, personalistic and inquiry-oriented.

The behavioristic  and traditional craft approaches involve technical views on the training
of teachers. Both are supposed to develop some skills which some “experts” have determined
as what they should master to be regarded as effective in their jobs. Such paradigms have
been very popular in the case of pre-service teachers training since they respond to the
belief that prospective teachers are just starting their preparation, so they need to receive
knowledge from more experienced educators.

The third approach, the personalistic orientation, focuses on how the teaching situation
relates to practitioners’ personal disposition or state of mind in a psychological perspective,
so they establish and cope with their needs. The previous view on teacher education shows
a more comprehensive perspective than previous approaches but it keeps too centered on
teachers’ own self. A new approach, inquiry-oriented, would call our attention about the
relevance of teachers’ awareness and analysis of their social context for their preparation.
In this regards, it implies gaining a new and liberating perspective of the relation of self and
social context. Teaching is seen as a problem-solving task; the interaction the student teachers
have within their context can help illuminate their choices and inform their decisions.

The Teaching Practicum in the program of Philology and Languages at Universidad Nacional
shows an interesting convergence of these approaches. Some of us guided student teachers
telling them “the golden rules” to deal with certain problematic cases while other counselors
encouraged prospective teachers to use diagnostic surveys or sessions to find out about
specific areas that need to be improved in their performance.

REFLECTION AND INQUIRY IN TEACHER EDUCATION

In a brief review about some historical hints on the idea of reflective thinking, Barlett
(1990) makes it clear that the concept of reflection was initially related to basic psychological
processes of thinking. He mentions that there is a connection among what we think, our
intentions, and how we actually act. Therefore, reflection emerges from a deep thinking
process; the deliberation student teachers become involved in as they critically look at their
ideas. However, such thinking plays only a part in this concept since reflection goes beyond.
Following Beck and Kosnik (2001: 1) acting becomes an essential piece in reflection: “not
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only are teachers capable of extensive reflection while they teach, such reflection is essential
if they are to make the adjustments required by attentive teaching”. Moreover, attitudes of
openness, honesty and determination can foster the constant examination of  ideas and
teaching actions necessary for reflection.

If teachers adopt a reflective approach to their job, they relate not only with their own self,
but also with their social context which is rooted in an inquiry-oriented tradition. Short
and Burke (1996) regard inquiry as the process teachers go through to explore their beliefs
and actions; it deals with the teacher who is critical about himself or herself and who is
constantly interested in looking for different possibilities to transform his or her behavior
based on reflection. Wells (2002) summarizes a general concept of inquiry as “knowing,
acting, and understanding” (pp. 198).

Making the most of reflection as a learning tool in our teaching practices implies our
understanding of what it means and our preparation of conditions so our students can
really benefit from it. The previous ideas concerning the concept of reflection clarify the
nature of the process. In my teaching context, I have perceived confusion and lack of
information in relation to this practice. Teacher educators claim that reflection is nothing
new and that they have been using it for quite a long period in their practice; nevertheless,
when they are asked about the way they foster it, they do not seem to have space or strategies
to involve students in a meaningful experience through it. Reflection, as conceived in this
study, implies an experience from which we can benefit the most when we prepare it; we
set the stage for it to take place.

Reflective teaching and inquiry have become the basis for a great deal of teacher education
programs through which future teachers construct some of their professional knowledge.
In our country, Guerrero (2002), describes how student teachers reflected on the way they
were learning while they became involved in principles of Whole language through their
practicum. In addition, Cárdenas and Faustino (2003) show how classroom research was
implemented as a component in the Licenciatura Program at Universidad del Valle. Findings
reveal that reflection has led student teachers to explore themselves as learners in different
ways. They have come to question what they know to start assuming their own process
based on their needs.

Another interesting study that shows an example of the effect of reflection on programs for
pre-service teacher development was Giebelhaus & Bowman’s (2002). Through this quasi-
experimental study, researchers aimed at determining if the use of an additional component
based on discussion, reflection, and goal setting could foster more effective teaching in an
undergraduate teacher preparation program.
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PEDAGOGICAL KNOWLEDGE

Student teachers start constructing pedagogical knowledge from their previous school years.
Moreover, through the ELT (English Language Teaching) Methodology courses, which are
called Didactics I and II, student teachers in the Licenciatura Program in Philology and
Languages at Universidad Nacional begin or continue developing their knowledge base. The
syllabi, methods and evaluation used in the courses try to support prospective teachers with
theoretical sources, other teachers’ experiences, and simulated practices. Finally, the teaching
practice puts prospective teachers’ knowledge in a dynamic perspective. Didactics courses
and the practicum in itself seek to foster student teachers’ construction of pedagogical
knowledge through reflection. Several authors among them Barlett (1990), Wallace (1991),
Pollard and Tann (1993), Rodgers (2002) have proposed reflective cycles to support teachers’
learning.

Wallace (1991) is one of the authors who have pointed out the kind of knowledge teachers
bring to their practices as a key element in their reflection. His reflective practice model of
professional development underlines the interaction of the knowledge that teachers already
have with the received knowledge and knowledge from teaching experiences in their learning;
it implies that received knowledge and experiential knowledge are continuously recycled in
the practice by means of reflection. Therefore, knowledge is constructed and deconstructed
as we learn from reality. Through reflection, teachers can sort out situations that require
academic or pedagogical knowledge. Thus, the expectation for teachers as they become
professionally competent is that what they know becomes a fundamental tool for them to
analyze and disentangle puzzling situations.  Approaching the development of student teachers’
knowledge base also leads us to discuss what such knowledge encompasses, as well as its
nature.

Knowledge Base Categories
Schulma (1987, as cited by Pineda 2002)

To begin with, teachers’ knowledge is composed of several categories. Pedagogical
knowledge, the core of this study, is precisely located by Shulman (1987, as cited by Pineda,
2002) as a component of the knowledge base teachers probably possess (see figure No. 1).
General pedagogical
knowledge, as presented by
Shulman “embraces generic
teaching strategies, beliefs
and practices that are usually
related to classroom
management, motivation
and decision making”
(pp.11).
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THE CONTEXT AND PARTICIPANTS IN THE STUDY

Four student teachers in the Philology and Language Licenciatura program at Universidad
Nacional de Colombia, who took the teaching practice component, participated in the
study. The four participants’ real names are not mentioned in this document so they will be
known as Carmen, Amelia, Alicia, and Sonia. They were between 22 and 25 years of age.
This group of student teachers was very heterogeneous in terms of their previous experiences.
Only a couple of them had taught,  but those experiences did not match at all the kind of
learners they would work with in this practice. The participants developed their teaching
assignment in fourth and fifth grade of primary for an academic semester at the IPARM, a
school inside the University. They taught their pupils for four hours a week and attended
counseling sessions for about two hours a week.

The teaching practicum, along with Didactics I and II was the methodological component
they had to develop their pedagogical competence. The practicum took places in the eighth
semester and it lasted an academic term. General guidelines established by the School of
Human Sciences, the Department of Foreign Languages and the participating schools regulated
the teaching practicum. The main goal expected from this experience was to allow students
to put into practice their communicative, literary, methodological and psycho-pedagogical
skills, so they can develop appropriate tools to solve possible problematic situations in
their classes.

Through the study, I was student teachers’ counselor and researcher. I had worked supporting
pre-service teachers in the teaching practicum at the University for three years. In general,
I have had a great deal of freedom in choosing, designing and implementing the philosophy
and components I have found to be useful for students during their teaching practice.

THE TOOLS FOR REFLECTION IN THE PRACTICUM

As the reader might have already perceived, time devoted to work with every student was
generally limited. Consequently, I tried to build an integrated counseling experienced. The
following diagram describes the interaction of specific reflective tools and intervals in the
arrangements I usually set out for the teaching practicum.

Figure 2: Organization of
Tools and Time in the Teach-
ing Practicum
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The diagram explains how the beginning of the teaching practicum implied that pre-service
teachers became familiar with reflective tasks. In this regards, I designed handouts based
on relevant theoretical principles for them to look at their own practice and assume a
critical position about what they did and thought. Dialoguing activities in which student
teachers asked each other about their practices were also examples of tasks for reflection.
Participants held weekly group conferences with their counselor and peers. During these
meetings, they shared their teaching experiences and all together analyzed various situations.
Posing problems and discussing possible ways to face challenges supported students’ teachers
reflection.

Journals and student teachers’ responses to observation notes closely related to the tasks I
previously mentioned. Traditionally journals have been widely used in teacher education
courses to provide participants with an opportunity to engage in reflection. In my case,
student teachers shared their journals not only with me but also among themselves. I used
observation notes to describe, avoiding judgments, student teachers’ teaching situations
and actions within the classroom. Besides, participants had the opportunity to reflect based
on my records because I encouraged them to respond: write comments, questions and
concerns about them (Viáfara: 2005b)

Reflective tasks kept a close connection with the conferences I held with participants. In
fact, these tasks helped to prepare the grounds for the meetings with student teachers since
student teachers and I analyzed the journal, tasks and responses to my observation notes
before the sessions. Consequently, conferences were centered on pre-service teachers’ need
to undertake the planning, implementation and evaluation of lessons. Detailed explana-
tions about how the previous reflective tools were used can be found in (Viáfara: 2005a).

THE PLANNING TO UNDERTAKE INQUIRY

Bearing in mind the nature of my question in relation to the way in which student teachers
develop their pedagogical knowledge in the specific setting of public universities, I followed
a qualitative approach to research to carry out the present study. Thus, I concentrated on
discovering the different features of student teachers’ pedagogical knowledge and reflection
through their practicum under natural conditions. The target situation was approached as
a “multi-layered, interactive and shared social experience that can be studied from the
participants’ perspective”  (Marshall and Rossman: 1989:179).

Among the various research designs in the qualitative approach, I adopted a descriptive case
study. Such methodology, as characterized by Merriam (1988) concentrates on a single
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unit, a group of pre-service-teachers. I described and interpreted their reflective processes
as they constructed pedagogical knowledge. Moreover, I showed the meaning and connec-
tions among the different factors included in this phenomenon. Finally, the current re-
search implied fieldwork in which the researcher was the primary instrument for data
collection.

I did not design original instruments for data collection purposes. They were the same tools
used within the practicum, which I adapted and checked for the study. Therefore, I con-
sider the information I collected to be natural. I took field notes by means of the regular
instruments I used for my counseling job to describe students’ performance. Such tool also
contained student teachers’ responses to my observation notes. Besides, weekly counselor
and students’ conferences were audio recorded. Finally, through journals, I gathered stu-
dent teacher’s thoughts, feelings, beliefs about different aspects of their lesson planning,
teaching and conferences, among others. I also kept a journal.

Pieces of written or spoken language such as narratives, remarks or dialogues were the
evidence of participants’ reflections that I chose to look at their pedagogical knowledge.
Taking into account that data analysis relates to “Seeing and seeing again to bring order,
structure and meaning to data” (Hubbard and Power: 1993, 65), I established patterns and
labeled them. As I carried out the grouping and regrouping of concepts using comparisons
and questioning, I took notes of my reflection about specific features I could see in the
findings. Throughout the process, I constantly used triangulation; I contrasted what was
found in various sources of data to put weight in my findings (Merriam,1988).Then, I
define and name categories in terms of their characteristics. Additionally, I explored the
relations among categories to present what I have found in a meaningful manner. At the
end, I compare those categories with theory and research based studies.

A REFLECTIVE CYCLE IN WHICH PEDAGOGICAL KNOWLEDGE GUIDES REFLECTION
AND REFLECTION GUIDES PEDAGOGICAL KNOWLEDGE

The next diagram shows the results from the data analysis process. My interpretation of
these findings have inspired me to propose a reflective cycle composed by the various
features I could identify in students’ process as they used the tools previously described to
face their teaching challenges. Each of the components will be described under the follow-
ing headings.
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Figure 3. Pedagogical Knowledge Guiding Reflection
Reflection Guiding Pedagogical Knowledge

Appraising One’s Own Competence

As it is revealed in the diagram, this characteristic in student teachers’ reflection was
similar to an umbrella in their process. It covered and therefore, was also related to all the
other features found since it seemed to support several points in their consolidation of
their teaching knowledge.  I called this first kind of reflection self-appraisal to mean:
monitoring to reach a meaningful evaluation of one’s job. In the words of Amelia, a young
student teacher who have never taught before, “self evaluation in order to know if what I
did was right or wrong and how to correct it or improve it”. Authors such as Ballington:
1990; Dean: 1991; Barlett: 1990, Pollard and Tann: 1993 and Richards: 1990, have empha-
sized the value of appraisal in the development of teachers. For instance, Pollard and Tann
describe reflective teaching as a cyclical process in which teachers “continually monitor,
evaluate and revise their own practice” (p.11).

Carmen another student teacher, talking about the first weeks in the practicum, wrote in
her journal how she examined her pedagogical knowledge:“ Sometimes I feel as if I were
the worst, sometimes it is not...I still can not manage procedures, sequence of the class,
and the children behaviour...I have problems about talking in Spanish and English… I
don’t know how to manage that”. Reflection seemed to set prospective teachers in a
starting point for future actions, knowing on what they could count on to begin their
journey. As the proceeding pages illustrate, Participants’ assessment of their progress dur-
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ing the term revealed how their awareness, revision or updating of pedagogical knowledge
implied their use of reflection in other manners and for diverse purposes.

PONDERING OVER SOURCES OF KNOWLEDGE TO READ THE TEACHING CON-
TEXT

This kind of reflection was placed as a core element in the diagram since self appraisal
allowed student teachers to know where they stood, thus they seemed to start reshaping
their ideas. Apparently, they were not passive to what they perceived from their job since
they seemed to become involved in deep thinking. Regarding this, Rodgers (2002:235)
describes as an essential component in a reflective cycle “learning to think from multiple
perspectives and from multiple explanations”.

Student teachers enlightened their experiences in the classroom by means of their ponder-
ing upon theory, peers’ comments and previous knowledge, among other sources. Such
pondering, as the diagram shows, was related at various times in pre-service teachers’
practice. To begin with, participants’ carved into their contexts which means that they
made an effort through thinking processes to shape what they observed in their classes and
explored into their  knowledge.

In the next sample,  Carmen described what she observed in her lesson: “half of the class
was o.k and the other a disaster, I forgot to tell them about game rules, so they started
cheating, yelling, shouting. They got very excited about it so I realized the necessary and
compulsory rules about this type of games”. Carmen’s observation of what happened was
related to her thinking; she connected facts in her teaching situation. She inferred the need
for certain rules based on what she saw. Thus, she became aware of something important in
her teaching.

Carving into their context and practices became a tool for student teachers’ to move into
a second important stage of their reflective cycle: Shaping a plan for action. This  refers to
the deconstruction and re-creation of ideas in which student teachers engaged through
reflection, and how that became a tool to picture where they wanted or needed to go.
Constant recycling and updating of pedagogical knowledge took place through participants’
deliberation upon their prospective actions. Schulman in (Richards and Ho:1998) is a
reference to call attention to planning as a process rather than a product. That is precisely
the nature of the concept in the reflection students exercised while they planned their
lessons.
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Student teachers’ future actions seemed to keep a close relation with their deep thinking to
interpret, analyze and understand their teaching experiences. Student teachers’ shaping of
their plans dealt with certain dimensions which continuously intertwined: exploring possi-
bilities, setting purposes for their actions and making decisions. These findings match a
study by Woods (1996) in which he mentions that “in general terms, teachers’ planning
involved the productive structuring of the course and its components through a series of
decisions, connecting the conceptual goals of the course to the classroom events via a
number of intermediary structures” (p. 145). The next account from Sonia’s journal re-
veals how she reflected upon what she could  do to manage  her classroom:

“I committed a mistake with the organization of the classroom because after   the
game they continued working in round table and it made me more difficult to
manage the class because I couldn’t observe them at the same time, so next time I’m
going to ask them to organize in U shape to give space in front of them, it means to
work on the board”.

 She considered two different options in seating arrangement: “round table”, circular shape,
which proved not to be effective and the “u” shape that she had discussed in a group
conference with other students and I. She analyzed key points to take into account about
these two options and finally realized which the most suitable for her situation was.

Shaping a plan seemed to encourage prospective teachers to risk, and finally see how ideas
happened in real life. Next, I will describe and discuss how student teachers’ development
of their pedagogical knowledge in relation to their reflection defines three stages in the way
they changed their teaching practice.

ENGAGING IN TRANSFORMATIVE ACTION

The reflective cycle diagram at the beginning of this section, places this kind of students’
reflection as a second core element in their practicum experience. As it was explained in
previous paragraphs, participants ponder over their knowledge when they observed their
context and plan their classes. However, their reflection did not keep only in their thinking
process, they implemented specific actions to set appropriate conditions in the teaching
and learning process. What happened as they taught had a special value since apparently,
they learnt from it. This means that the next time they faced a similar situation to previous
ones, they seemed to act based on what they knew. Consequently, what they did was probably
more coherent. That is how their teaching could eventually make a difference. Barlett
(1990) refers to acting in a reflective cycle as “a continuing dialectical relationship among
the preceding phases and the idea of acting new ideas about our teaching (p.213). I
characterized participants’ transformative actions as their adaptation to facilitate teaching-
learning, experimentation and innovation
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Unexpected events might often occur while participants were teaching; the plans they expected
to work perfectly might not function. In this respect, I could say that unforeseen factors
related to the context of teaching caused that things changed for them. I found that under
these conditions student teachers tended to adapt themselves  to ongoing situations,
facilitating teaching and learning . By adapting, I mean, the actions taken to adjust one’s
plan to changing circumstances. On the other hand, facilitating implies expecting that our
actions will help our students’ learning process to work preventing inconveniences.
Participants took advantage of these sudden turn of events and tried to lead unexpected
events to gain the best results for their practice.

Roth in (Beck and Kosnik: 2001), expressed the following concerning reflection-in-action:
“many unexpected things happen when we are teaching, often upsetting our best-laid plans.
To a considerable extent we have to go with the emerging flow of the class, making modest
adjustments rather than major shifts dictated by external considerations” (p. 219).

The following situation described in Sonia’s journal evidences her reflection upon her
changing action during her lesson. Sonia was working in a listening comprehension activ-
ity. Her initial plan was that students would listen to her and they would draw a monster
following her instructions.

“I said sit down and open your notebooks, most of them didn’t listen to me, imme-
diately I said “do you know what’s a monster”. They answered yes and before they
said anything else they started to draw a monster in their notebook. ..some kids
were not working on my monster  but on their own monster. So I had to repeat the
instructions since the beginning. I couldn’t repeat many times because the time
was almost  over, for that reason I stopped giving and repeating the directions and
I presented my monster”. (Sonia)

Close related to participants adaptation to circumstances while teaching, I identified ex-
perimenting as another process related to their reflection. Student teachers’ tried to find
the appropriate course of action in their teaching situations; they came to the classroom
with concrete ideas of what they would try to do and based on results they would choose a
suitable plan or strategy for their lesson. The relevance of students’ experimentation lay in
being a possible starting point for a more coherent and solid transformation in the prac-
tice. Rodgers (2002) has precisely proposed experimentation as one of the stages in a
reflective cycle; she mentions that it is “the first step towards action; it takes place within
the group where the teachers proffer different strategies for dealing with the classroom
problems or questions at hand” (pp. 249).
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Amelia’s comments included, in an excerpt from a conference,will illustrate how she tried
different alternatives, so her students were silent:

1. Am:  the strategies I want to apply for them are working in a very  general term,  I
mean for example, the process of counting because I think it’s, I need to, I need to
catch their attention after no before counting, I, in the next lesson plan I wrote that,
probably I want to turn on the alarm clock or

2. J.J.: ..I think you have two methods to try to get students silent, your counting and
your colors, what do you think is working better? What have you observed working
there because I have an impression ...

Previous experimentation indicated prospective teachers that their plans might help them
in their practice. Therefore, they made a specific practice part of their teaching. This means
that student teachers changed their strategies adopting new ones as permanent parts of
their teaching.

The relation between student teachers’ knowledge and reflection was finally perceived in
their innovations. Innovationing embraced a meaningful change in teachers’ practices
and its connection with reflection is described by Pennigton (1996) when she points out
that “reflection may be a precondition for intake to enter the teacher change cycle,
through which it will be processed at an increasingly deep and personal level to become
part of the teachers’ system of values and classroom behaviour” ( p.343).

In the next excerpt Carmen talks about one of the last innovations she had decided to
introduce in her methodology; she decided to implement a reflective component for her
kids to develop social skills:

604. well, I applied this technique about cooperative learning, but what I didn’t do
was

605. the part of self-evaluation and reflection, and how I’m doing things, yes, so

606. that was the problem because I went on and on, and on, and ... the

607. class reached a point in which groups couldn’t stand each other and it

608. was not working, so what I had to do was stop... so, let’s do this,

609. let’s evaluate our partners, let’s evaluate ourselves, let’s.. yes...

610. JJ: That’s what you are doing now

611. Ca: Yes, that’s what I’m doing now. I



C L H 239

Carmen’s innovation implied a change in her teaching. Her pedagogical knowledge con-
cerning cooperative learning was revised through reflection and she gained awareness to
make a change in her teaching. Her change appeared to turn into an innovation which
might have, as Pennington (1996) expressed, “enter her system of values and class behav-
iour” (p. 343). In this case I could only explore her new strategy for couple of weeks since
the term finished a few weeks later.

CONCLUSIONS

I will continue by providing concrete answers for the question which has guided this re-
search. Along the study described above, I sought to identify how student teachers’ peda-
gogical knowledge revealed in their reflections through individual and group conferences
with their counselor and in their journals, emerged during their teaching practicum.

Participants’ reflection played a key role in their becoming aware, and when necessary
revising what they thought they knew to gain new meanings in their teaching. Thus, student
teachers’ need for substantial knowledge to face challenges, apparently led them to use
reflection in different ways: first of all, as the most outstanding feature, reflection turned
into a means for student teachers’ own monitoring and evaluation. This kind of reflection
seemed to be the starting point that fueled and guided other instances of reflection. It
means that it was present in most of the participants’ practice.

Reflection also became part of student teachers’ deep thinking as they carefully observed,
with the purpose of understanding, their reality; their careful deliberation about their
contexts contributed to their revision of pedagogical knowledge they used to prepare teach-
ing plans. As they kept appraising their performance or constantly building meaning from
their observation and deep thinking, participants determined their purposes, analyze what
a suitable option would be and gain understanding in their determination to act.

Taking into account that reflection might be a bridge between the theory and practice in
student teachers’ pedagogical knowledge, I have concluded that the four participants seemed
to use reflection as a tool to make sense of what happened in the implementation of their
plans. Consequently they became aware of the result of those actions and showed their
intentions to reshape their actions once and again. Such frequent recycling and gaining of
understanding helped them to build their own teaching theory.

Pedagogical knowledge also varied from one participant to the other since engaging in
reflection or not seemed to make a difference in how participants cope with their new
circumstances. Student teachers’ personality as well as contextual factors played an essential
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role in their reflection process. That is why, counselors’ attempts to foster participants’
development of pedagogical knowledge through reflection might not always work as expected.
Revealing how the character and disposition of prospective educators in the teaching practicum
can guide teacher educators in their quest for ways to support their learning through reflection
could be a topic for a future study.

IMPLICATIONS FOR FURTHER PEDAGOGICAL AND RESEARCH PRACTICE

Student teachers’ reflection tended to take place from the very beginning in their practicum
as far as they had a supportive context for it. What this shows is that contrary to the belief
that pre-service students cannot engage in reflection and therefore they need to be guided in
a controlling way, they can use reflective tools from the start. For instance, participation in
informal conferences or responding and discussing their experiences and learning can
inspire students’ reflection. Even more, this informality might sometimes set the stage for
honesty, trust and distress; key values and feelings for reflection.

The ideas included in the previous paragraph should lead us to revise our roles as teacher
educators. We need to move beyond a technical approach in which we give recipes to
prospective teachers. Encourage them to exercise reflective thinking and action through
questioning, dialoguing and self-awareness practices must be at the center of what we do to
help them. Additionally, exploring students and counselors’ beliefs about learning possi-
bilities through reflection can contribute with our understanding of the roles we play in the
practice

Among the fundamental conditions for reflection, autonomy appeared as a key element.
The fact that participants self appraised their performance tell us they are ready to take
most of their learning process in their own hands. I would like to clarify that the point
would not be to leave students on their own. On the contrary, providing support and counseling
based on our experience should greatly help pre-service students as far as we encourage
them to become critical of what they do, confident of themselves and  self-assured about
the kind of teacher they want to be.

Finally, tracing the development and effect of reflection from previous stages of the practicum,
ELT Methodology courses, to  further in-service programs or their future jobs could inform
us about how what we are doing to help student teachers constantly reach higher grounds.

J.J. Viáfara
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